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The present study intended to examine the impact of two techniques of vocabulary teachings on Iranian
high school EFL learners in relation to their gender in Yasuj, Iran. The selected 120 participants were at
lower-intermediate level of English proﬁciency based on their performance on Quick Oxford Placement
Test (QOPT). The participants included 60 male and 60 female students who were between 15 and 18
years old. The study included four sub-groups that made up two main experimental groups. That is to
say, subgroup number 1 (subg1) included 30 male students; subgroup number 2 (subg2) was comprised
of 30 male students. Accordingly, the male participants of the study made up a sixty-participant
experimental group (consisting of two thirty-participant subgroups) which received two treatments,
namely visualization and verbalization. As for the female participants, they were divided into two thirty-
participant subgroups, namely subgroup 3 (subg3) and subgroup 4 (subg4). The ﬁrst sub-group (subg1)
and the third sub-group (subg3) received visualization techniques for vocabulary instruction, and the
second sub-group (subg2) and the fourth sub-group (subg4) were instructed through verbalization. With
regard to the effects of visualization and verbalization on learners' L2 vocabulary improvement, it could
be concluded that both methods led to the development of L2 vocabulary knowledge. In addition,
considering the difference between the effects of the two approaches on learners' L2 vocabulary
knowledge development, deductions could be made that visualization would result in better vocabulary
learning than the verbalization technique. Moreover, results manifested that there was not any signiﬁ-
cant difference between male and female Iranian high school EFL learners' vocabulary learning through
visualization and verbalization.
© 2016 The Authors. Published by Elsevier Ltd. This is an open access article under the CC BY-NC-ND
license (http://creativecommons.org/licenses/by-nc-nd/4.0/).1. Preliminaries
Vocabulary is obviously a very important element within a
language as the overwhelming majority of meaning is carriedahrokhi).
Ltd. This is an open access article ulexically; and, therefore, something to be taken into consideration
both in Second and Foreign Language Teaching e although not the
only one that conveys meaning. There are certainly other elements
such as grammar, stress, rhythm, intonation, tone of voice, pauses,
hesitations or silences, not to mention the use of non-vocal phe-
nomena such as kinesic and proxemic features. Learning a language
cannot be reduced, of course, to only learning vocabulary, but it isnder the CC BY-NC-ND license (http://creativecommons.org/licenses/by-nc-nd/4.0/).
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matter how successfully the sounds of L2 are mastered, without
words to express a wide range of meanings, communication in an
L2 just cannot happen in any meaningful way” (Mccarthy, 1990, p.
VIII), an idea defended by many applied linguists (e.g. Allen, 1983;
Wallace, 1988; Rossner and Bolitho, 1990; Taylor, 1990; Willis,
1990). Vocabulary is much more than just a single word. Recent
vocabulary studies draw on an understanding of lexis, the Greek for
word, which in English “refers to all the words in a language, the
entire vocabulary of a language” (Schmitt, 2000, p. 571).
Nation (2001) stated that the vocabulary of a language is huge
and its acquisition takes time even for a native speaker. Some
practitioners believe that vocabulary learning is simple. Majority of
students learning a second or foreign language consider vocabulary
as their major priority and agree that their difﬁculties arise from
their lack of vocabulary knowledge. Vocabulary knowledge plays an
important role in almost all areas of language learning. As Nation
(2001) points out, “vocabulary learning is not a goal in itself; it is
done to help learners listen, speak, read, or write more effectively”
(p. 362). As a result, learning a language is dependent on learning
its vocabulary.
Teachers are frequently encountered with questions posed by
their students regarding the meanings of new vocabularies. It is
often the case that a great portion of class time is spent on teaching
vocabularies. Therefore, if appropriate techniques are not applied in
the class, the ﬁnal outcomemay frustrate teachers. In order to teach
students how to learn new vocabulary, teachers need to draw on a
variety of teaching strategies in accordance with different vocab-
ulary learning techniques. To this end, many studies have investi-
gated the effect of different methods on vocabulary teaching and
learning (e.g., Nation,1990, 2001; Laufer et al., 2005; Schmitt, 2000;
to name a few). According to Read (2004), in studies on L2 vocab-
ulary learning, a distinction had long been made between inci-
dental and intentional learning, with the main focus on the former,
especially exploring the extent to which students can learn vo-
cabulary items incidentally while they are engaged in other
language-learning activities. Nation (2001) believed that incidental
vocabulary learning activities such as role play and oral retelling
activities are useful means of vocabulary learning. In addition,
Nation (1990) stressed out that “to remember a word, one needs to
encounter it 5 to 16 times in activities or texts” (p. 2). Logically, if
vocabulary items are encountered in different exercises and activ-
ities, learners' vocabulary knowledge will be improved to a great
degree. Moreover, Laufer et al. (2005) suggested that extensive
reading on its ownmay only result in relatively small gains and that
reading combined with word-focused tasks is likely to be a more
powerful means of vocabulary expansion.
Furthermore, to improve incidental vocabulary-learning in the
EFL classroom, it would be effective for teachers to provide students
with target vocabulary items through tasks, as well as to ask them
to verbalize the target words. For example, students can read and
retell a text generatively, that is, in their own words (Joe, 1998).
Also, in order to learn unknown words while reading a text, stu-
dents can access a dictionary with various look-up options such as
pictorial and verbal cues (Laufer and Hill, 2000). Retelling orally or
verbalizing what we have read greatly improves vocabulary gains
for unfamiliar words because it demands a higher level of genera-
tion. Such a task can also be designed for different situations (Joe,
1998).
Taking a brief glance on what has been done on the area of
psychology with regards to the mind and memory one can un-
derstand the great role which verbalizing may play in restoring and
ﬁxing the new word in our memory. Ericsson and Simon in out-
lining an information processing model hypothesized that human
cognition is “information processing”; “a cognitive process can beseen as a sequence of internal states successively transformed by a
series of information processes” (1987, p. 25). Based on these
ﬁndings it is believed that information is stored in several mem-
ories having different capacities and accessing characteristics:
“several sensory stores of very short duration, a short-term mem-
ory (STM) with limited capacity and/or intermediate duration, and
a long-term memory (LTM) with very large capacity and relatively
permanent storage, but with relatively slow ﬁxation and access
times compared with the other memories” (Ericsson and Simon,
1987, pp. 25e26).
According to the model described above, the recent acquired
information kept in STM is the information that is available for
further processing (e.g., for producing verbal reports or verbal-
ization). The information from LTMmust ﬁrst be transferred to STM
before it can be verbally reported. Verbalization is obtained when
the participants verbalize the corresponding thought or thoughts
while the information is attended to. The crucial aspect of this
procedure, according to Ericsson and Simon (1987, p. 27), is that
“the sequence of states, i.e., the information contained in attention
and STM, remains the same with the verbalization as it would be
when the cognitive processes proceed silently”.
Valencia (1997) believes that when students demonstrate
higher level thinking skills through retelling or verbalizing the new
words in their own words, what occurs is more of an authentic
assessment that provides teachers with practical and valuable
feedback to make productive “instructional decisions”. Retelling or
verbalizing is only one strategy teachers could apply to authenti-
cally augment students' vocabulary, hence their comprehension of
the texts they are dealing with. Other methods that should be
utilized and balanced with verbalization are interviews, discus-
sions, pictures, dramatizations and occasionally, comprehension
questions.
Visualization, or visual imagery, is another very important
comprehension tool that students need to learn and use indepen-
dently in order to enhance their vocabulary knowledge. When
students form pictures in their minds of what they read, they are
better able to remember and understand words and texts
(Gambrell and Jawitz, 1993).
Visualization is one waywhich can empower the students while
they encounter with unknown words and can help students suc-
cessfully achieve comprehension of the text. This is because it is a
skill that improves their visual imagery; it is a realistic tool to help
them learn vocabulary and comprehend text (Gambrell and Jawitz,
1993). Some research suggests that major differences between
students who are efﬁcient at comprehending and thosewho are not
is that the former are better able to develop visualizations during
the reading process. Seeing the author's message being processed
or presented through words, seeing ‘the movie,’ increases students'
abilities to make connections, inferences, predictions, and commit
their sense to memory for recall (Ekwall and Shanker, 1998).
Elster and Simons (1985) support that pictures help captivate
and motivate children to learn new words. In reading process,
pictures that are provided help a young reader to visualize the story
as the child transitions from oral language into written text. Illus-
trations used for visualizing new words, however, can be prob-
lematic for poor learners who ﬁnd it troublesome to shift back and
forth between the print and illustrations. Rose (1986) citing a
theoretical explanation in her research stated that poor learners
tend to pull irrelevant information from illustrations and focus
more on that irrelevant information than the words to be learned.
Elster and Simons (1985), in the same vein, make a strong point
that students need to be able to look for meaning in words, rather
than primarily look for meaning in pictures. “Pictures could give
children the wrong expectations of what written language is like;
or they may violate the expectations children bring to vocabulary
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teachers to expose younger students to text vocabulary that is rich
in meaning through read aloud or verbalizations that provide them
with more balanced visualization instruction and experiences.
Considering vocabulary as one of most important constituents
of any natural language and because of its highly noticeable func-
tion in language learning, and practically in communication, it is so
fruitful to embark on the realm of innovative ways for developing
vocabulary proﬁciency in learners.1.1. Problem addressed
Vocabulary is central to English language teaching because
without sufﬁcient vocabulary students cannot understand others
or express their own ideas. Wilkins (1972) wrote that “while
without grammar very little can be conveyed, without vocabulary
nothing can be conveyed” (pp.111e112). Iranian EducationMinistry
requires Iranian high school EFL learners to deal mostly with
reading comprehension tasks within their English classes at high
schools, though there are inadequate class activities devoted to
other skills of ELT such as speaking, writing, and hardly listening.
The National Reading Panel (NRP; National Institute of Child Health
and Human Development, 2000) analyzed scientiﬁc studies that
led them to conclude that readers' vocabulary is strongly related to
their understanding of text. Clearly, the preponderance of such
evidence emphasizes the signiﬁcance of vocabulary instruction to
Iranian high school EFL learners as well.
Even though, some students learn new vocabularies more
quickly and easily, others encounter different problems which
impede their thorough vocabulary acquisition and retention. This
simple fact is known by all who have themselves learned a second
language or taught those who are using their second language in
school. Clearly, some language learners are successful by virtue of
their sheer determination, hard work and persistence. However,
there are other crucial factors inﬂuencing success that are largely
beyond the control of the learner. These factors can be broadly
categorized as internal and external. It is their complex interplay
that determines the speed and facility with which the new lan-
guage is learned. Among the internal factors one can refer to
motivation, personality, age, cognition, gender, etc. Gender differ-
ences, as an internal factor, have been studied in EFL context from
different perspectives. In the area of vocabulary acquisition, how-
ever, previous studies (e.g., Jimenez and Ojeda, 2009; Gu, 2002;
Meara and Fitzpatrick, 2000; Jimenez and Moreno, 2004; Boyle,
1987; Lynn et al., 2005; Edelenbos and Vinje, 2000; Jimenez and
Terrazas, 2008) have reported controversial ﬁndings as to gender
differences. A group of previous studies have claimed that male EFL
learners are better vocabulary learners, while the second group
have found female EFL learners are more successful compared to
their male counterparts. Yet, the third trend in vocabulary learning
of different genders has found no difference between male and
female EFL learners in terms of vocabulary learning. From among
the external factors previous studies (Ghorbani and Shahrokhi,
2013) refer to instruction, curriculum, textbook, and teaching
method.
Therefore, it is vital for Iranian EFL teachers to choose the most
useful methods of teaching vocabulary, as one of the external fac-
tors. This study, on the one hand, addresses two techniques of
vocabulary teaching, namely visualization and verbalization, to see
whether the methods are helpful in improving the vocabulary
learning of Iranian EFL learner. Another concern of the study is
whether the gender of students, as an internal factor, makes any
signiﬁcant difference on the learning outcome of the students
through visualization or verbalization.1.2. Research objectives
Considering vocabulary instruction as one of the crucial jobs of
English teachers, it is, therefore, very important to identify inﬂu-
ential methods of improving vocabulary proﬁciency of EFL students
with regard to their attributes. The purpose of the study at hand is
twofold: ﬁrst the study compared the effectiveness of two tech-
niques for teaching vocabulary and checked whether there would
be any difference between the two instructional techniques. Sec-
ond, the study explored whether the gender of students, as an in-
ternal factor, would make any signiﬁcant difference on the learning
outcome of the students through visualization or verbalization.
1.3. Research questions
Based on the objectives that were going to be achieved in the
current study, the following questions were posed:
1) Is there any signiﬁcant difference between Visualization and
Verbalization in improving the vocabulary learning of Iranian
high school EFL learners?
2) Is there any signiﬁcant difference between male and female
Iranian high school EFL learners' vocabulary learning through
Visualization and Verbalization?1.4. Research hypotheses
With regard to the research questioned posed above, the
following hypotheses were formulated to be tested through the
current study:
1) There is not any signiﬁcant difference between Visualization
and Verbalization in improving the vocabulary learning of Ira-
nian high school EFL learners.
2) There is not any signiﬁcant difference between male and female
Iranian high school EFL learners' vocabulary learning through
Visualization and Verbalization.
2. Method
This study is a quantitative study and adopted a quasi-
experimental design. The effect of treatments of the study on
experimental groups was compared through the administration of
pretest and posttest. The study involved four experimental groups
of participants. In order to make sure that all the experimental
groups were homogeneous in terms of language proﬁciency, the
participants were selected based on their performance on a general
language proﬁciency test.
2.1. Participants
The target population of the study was Iranian high school EFL
learners. At present the dominant trend in Iran is toward more
English language teaching. As a required course from the second
grade of junior high school, English is taught in three to four hours
in a week.
Based on non-random sampling, a total of 150 available students
whose consents were obtained to participate in this study were
selected in Yasuj, Iran. The selected sample toke a Quick Oxford
Placement Test (QOPT) to be homogenized with regard to their
performance on QOPT. From among the participants who were at
lower-intermediate level of English proﬁciency, 120 participants
were selected based on systematic randomization. The participants
included 60 male and 60 female students who were between 15
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the average age of the participants turned out to be 16.2. The study
included four sub-groups that made up two main experimental
groups. That is to say, subgroup number 1 (subg1) included 30male
students; subgroup number 2 (subg2) was comprised of 30 male
students. Accordingly, the male participants of the study made up a
sixty-participant experimental group (consisting of two thirty-
participant subgroups). As for the female participants, they were
divided into two thirty-participant subgroups, namely subgroup 3
(subg3) and subgroup 4 (subg4).
2.2. Instruments and material
In order to implement the treatment of the study and test the
hypotheses of the study, the following instruments were used.
2.2.1. Quick Oxford Placement Test
The Quick Oxford Placement Test (QOPT) version 2001 was used
to measure the participants' language proﬁciency. As a proﬁciency
test, it was expected to be norm-referenced and was intended to
“measure global language abilities” (Brown, 2005, p. 2). One char-
acteristic of a proﬁciency test, as a norm-referenced test, is that it
should produce “scores which fall into a normal distribution” (p. 5),
which allows relative interpretations of the test scores in terms of
“how each student's performance relates to the performances of all
other students” (p. 4). The second characteristic of the test is that
“the test must provide scores that form a wide distribution, so that
interpretations of the differences among students will be as fair as
possible” (p. 8). In other words, a proﬁciency test tends to test
overall general language proﬁciency.
The test consisted of sixty items with different question formats
comprising grammar, vocabulary, and ﬁve paragraphs of reading
texts. There were multiple choice, item matching, and cloze test
type items in the test. In each item there was a missing word for
which there were four options. Students had to ﬁnd the correct
item among the options. The QOPT was administered to guarantee
the participants' homogeneity in terms of their English proﬁciency
level. In fact, it was used to exclude from the study those students
whose English proﬁciency level differed signiﬁcantly from that of
the others. The reason why the researchers of the study decided to
utilize QOPT as the students' measure of proﬁciency was due to the
fact that the test was a standard test of proﬁciency, and its validity
and reliability had been established.
2.2.2. Pretest
A vocabulary test was developed by the researchers to test the
initial vocabulary knowledge of the participants of the study prior
to the implementation of treatment. The pretest included a list of
30 items on vocabulary. The ﬁrst 15 questions were some ﬁll-in-
the-blanks and the students ought to choose the best vocabulary
for the blanks in the sentences from among the choices provided.
The second 15 questions included multiple-choice items in which
students ought to select the best deﬁnition for each underlined
word in the stem. This test was a researcher-made test designed
based on the content of the Iranian high school English book three
(Birjandy et al., 2007). The test was piloted in a similar sample
group and the reliability of test was measured through KR-21
method and turned out to be .81. Using Cronbach's Alpha, the in-
ternal consistency of the test turned out .87. To recognize the val-
idity of this test, the researchers asked three professors of applied
linguistics to check whether the items would adequately capture
the concept they were going to measure.
2.2.3. Posttest
After the experiment, the participants took the posttest. The testwas a similar version of pretest whose stems and order of items had
been revised to prevent testing effect. The reliability of the test was
calculated through KR-21 method and it was .83. The internal
consistency of the test turned out .79 through Cronbach's Alpha,
and the validity of the posttest was checked by the same professors
who checked the pretest.
2.2.4. Material
Under the supervision of the Ministry of Education, four English
textbooks have been developed for the four levels of high school in
Iran. They are entitled English Book One, English Book Two, English
Book Three and English Book Four. The books are designed based on
a similar pattern and structure. Each lesson starts with the ‘New
Words’ section. In Books Three and Four, this section is known as
‘Word Study’. The second section of each book is the ‘Reading’
section, which is a set of reading passages followed by a number of
comprehension questions. Grammar and writing exercises
comprise the next sections. There is also a section for conversation
practice called ‘Language Function’. ‘Pronunciation Practice’ and
‘Vocabulary Drills’ form the ﬁnal sections of each lesson in the
textbooks. A close examination of the textbooks reveals that the
‘NewWords’ and ‘Reading’ sections of the textbooks are the kernel
sections of the books (Aliakbari, 2004). They are to provide new
vocabularies and new information. Other sections are to help stu-
dents internalize the information obtained in these two sections.
Accordingly, the present study used English book three (Birjandy
et al., 2007) as the teaching material for the participants of the
study. The book also was employed in making the pretest and
posttests items.
2.3. Data collection procedures
As the ﬁrst step, all selected participants sat for the pretest
which enabled the researchers to make sure whether the partici-
pants were different in terms of vocabulary knowledge at the onset
of the study. Then, treatments were applied by the teacher in
teaching vocabulary in every sub-group. The ﬁrst sub-group
(subg1) and the third sub-group (subg3) received visualization
technique for vocabulary instruction, and the second sub-group
(subg2) and the fourth sub-group (subg4) were instructed
through verbalization.
The teaching/learning activities were carried out in 12 sessions
and every session took 90 min. The activities performed during the
teaching/learning process in sub-groups instructed through ver-
balization were as follows:
The teacher that was one of the researchers of the current study
wrote the vocabularies on the board and asked students to repeat it
a few times. Then, he presented synonyms, antonyms, deﬁnition
and explanation for new words. And, ﬁnally he told the real
meaning (correct equivalents for every vocabulary) in the target
language as a last resort. The teacher would contextualize the new
vocabulary for students.
The activities that were carried out during the teaching/learning
process in the sub-groups taught through visualization were as
follows:
The teacher wrote the vocabularies on the board and asked
students guess their meanings. Then, he would present some pic-
tures whose themes referred to real meaning of vocabularies. Next,
he asked students to guess its meaning again. In the next step, the
students were asked to role play some of the words and where it
was possible the teacher used realia, i.e. objects in the class,
including the students themselves; the teacher also used pictures,
black board drawings, ﬂashcards, and wall charts, to teach some
vocabularies. Where applicable the teacher resorted to mime,
gestures, actions, and facial expressions to help students get the
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In order to check the effect of the treatments, the researchers
gave a posttest on new vocabularies taught through verbalization
and visualization. The posttest was given in one separate session
after implementing the treatments. The posttest was expected to
reveal the effectiveness of two techniques for teaching vocabulary
and to check whether there was any difference between the two
instructional techniques. Moreover, the posttest could determine
whether the gender of students, as a covariate and an internal
factor, made any signiﬁcant difference on the learning outcome of
the students through visualization or verbalization.
2.4. Data analysis
In order to answer the research questions, and test the hy-
potheses, the collected data were analyzed using SPSS (Statistical
Package for the Social Sciences) version 19. Both descriptive and
inferential statistics were employed. First of all, regarding the
descriptive statistics, means of pretest and posttest weremeasured.
In order to make sure whether there are signiﬁcant differences
between the students' performance in verbalization groups and
those of visualization group an independent sample t-test were
employed; moreover, in order to test whether there is any signiﬁ-
cant difference between male and female Iranian high school EFL
learners' vocabulary learning through visualization and verbal-
ization a ANCOVA was run. A detailed elaboration of data analysis
procedures is provided in the results of the study.
3. Results
3.1. Difference between the effects of visualization and
verbalization
The ﬁrst research question addressed the difference between
visualization and verbalization techniques in improving learners'
L2 vocabulary knowledge. In response to this question, the
following analyses were done.
First, in order to investigate the effect of each treatment sepa-
rately, two paired samples t-tests were run on the pretest and
posttest scores in the visualization and verbalization groups. The
minimum alpha for conﬁrmation of the research hypothesis was
.05. The descriptive data for L2 vocabulary pretest and posttest are
presented in Table 1. Additionally, the results from the paired
samples t-tests are displayed in Table 2.
Table 1 shows that the mean score of the posttest (M ¼ 22.28) is
greater than the mean score of pretest (M ¼ 14.53) in the visuali-
zation group. Likewise, as for the verbalization group, the mean
score of vocabulary posttest (M ¼ 17.04) is higher than the mean
score of pretest (M ¼ 13.53). In order to show the differences more
clearly ﬁndings are also illustrated in Fig. 1.
However, it is not clear whether these differences are signiﬁcant
or not. Therefore, paired samples t-tests were carried out on pretest
and posttest scores (see Table 2).
The results of the t-tests, illustrated in Table 2, shows that there
are statistically signiﬁcant differences between the pretest and
posttest scores for both groups (P¼ .000). That is, the mean score ofTable 1
Descriptive statistics for vocabulary pretests and posttests.
Group Mean
Visualization Pair 1 Pretest 14.53
Posttest 22.28
Verbalization Pair 1 Pretest 13.53
Posttest 17.04the posttests are signiﬁcantly larger than the pretest mean scores.
This ﬁnding indicates that applying the visualization and verbal-
ization techniques has promoted EFL learners L2 vocabulary
knowledge.
As mentioned earlier, the ﬁrst research question addressed the
difference between the effects of visualization and verbalization
methods. Since gender was the moderator variable, a two-way
ANCOVA was carried out in order to investigate this research
question. As reported in Table 1, pretest scores were not equal in
both groups; therefore, ANCOVA was chosen to covariate the pre-
test scores and control for pre-existing differences between the
groups. The present study included pre-test and post-test data
together with two experimental groups. The following statistical
methods are traditionally used in comparing groups with pretest
and posttest data: (1) Independent or Paired Samples t-test, (2)
Analysis of Variance (ANOVA) or Repeated Measures ANOVA, and
(3) ANCOVA. In all these methods, the use of pretest scores helps to
reduce error variance, thus producing more powerful tests than
designs with no pretest data (Stevens, 1996). Generally speaking,
the power of the test represents the probability of detecting dif-
ferences between the groups being compared when such differ-
ences exist.
Assumptions such as randomization, linear relationship be-
tween pretest and posttest scores, and homogeneity of regression
slopes underlie ANCOVA. In an attempt to avoid problems that
could be created by a violation of these assumptions, some re-
searchers use ANOVA on gain scores without knowing that the
same assumptions are required for the analysis of gain scores.
Previous research (Dimitrov and Rumrill, 2003) has demonstrated
that when the regression slope equals 1, ANCOVA and ANOVA on
gain scores produce the same F ratio, with the gain score analysis
being slightly more powerful due to the lost degrees of freedom
with the analysis of covariance.When the regression slope does not
equal 1, which is usually the case, ANCOVA will result in a more
powerful test.
Another advantage of ANCOVA over ANOVA on gain scores is
that when some assumptions do not hold, ANCOVA allows for
modiﬁcations leading to appropriate analysis, whereas the gain
score ANOVA does not. For example, if there is no linear relation-
ship between pretest and posttest scores, ANCOVA can be extended
to include a quadratic or cubic component. Or, if the regression
slopes are not equal, ANCOVA can lead into procedures such as the
Johnson-Neyman technique that provide regions of signiﬁcance
(Cahen and Linn, 1971).
In addition, Pallant (2011) mentioned that ANCOVA is useful
when the researcher is unable to randomly assign the participants
to different groups, but instead have to use intact or existing
groups, similar to the present study. Moreover, ANCOVA is very
handy in situations when sample sizes are quite small because the
scores on the pretest are treated as a covariate to control for pre-
existing differences between the groups.
In the present study, therefore, ANCOVAwas conducted in order
to test the ﬁrst research hypothesis. ANCOVA asks this question: If
the pretest scores are hold constant, will there be a signiﬁcant
difference between the posttest scores for the two groups? The
purpose of using the pretest scores as a covariate in ANCOVAwith aN Std. deviation Std. error mean
60 3.867 .499
60 3.272 .422
60 4.907 .634
60 5.156 .666
Table 2
Paired samples t-tests of pretest and posttest scores.
Group Paired differences t df Sig. (2-Tailed)
Mean Std. deviation Std. Error mean 95% conﬁdence
interval of the
difference
Lower Upper
Visualization Pretest e posttest 7.750 4.186 .540 8.831 6.669 14.342 59 .000
Verbalization Pretest e posttest 3.517 3.064 .396 4.308 2.725 8.890 59 .000
Fig. 1. Vocabulary pretest and posttest scores.
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eliminate systematic bias. The minimum alpha for conﬁrmation of
the research hypothesis was set at .05.
Before running the ANCOVA, preliminary checks were con-
ducted to ensure that there was no violation of the assumptions of
normality, linearity, homogeneity of variances, homogeneity of
regression slopes, and reliable measurement of the covariate.
The ﬁrst assumption is normality. ANCOVA assumes that the
distribution of scores on the dependent variable is ‘normal’. In or-
der to check the normality of vocabulary scores Kolmogor-
oveSmirnov (K-S) test was used in this study.
As reported in Table 3, the signiﬁcance value for the pretest and
posttest are .124 and .096 respectively. For this test of normality, a
non-signiﬁcant result (Sig. value of more than .05) shows
normality. Therefore, the results of the KolmogoroveSmirnov sta-
tistic, shown in Table 3, indicated no violation of the assumption of
normality for pretest and posttest scores.
The second assumption associated with ANCOVA is that the
relationship between the dependent variable and each of the
covariates should be linear (straight-line). One of the reasons for
including covariates is to increase the power of the analysis of
variance test and violation of this assumption is likely to reduce the
power (sensitivity) of the test. Therefore, in the current study
scatterplots were used to check for the assumption of linear rela-
tionship between the dependent variable (posttests) and the
covariates (pretests) for both control and experimental groups.
Fig. 2 below displayed the distribution of the vocabulary scores for
each of the groups.
As illustrated in Fig. 2, there was no curvilinear relationship for
any of the groups. Owing to the fact that the relationship was
clearly linear, the assumption of a linear relationship was notTable 3
Test of normality for vocabulary pretest and posttest.
Kolmogorov-Smirnova
Statistic df Sig.
Pretest .118 120 .124
Posttest .121 120 .096
a Lilliefors Signiﬁcance Correction.violated and it was acceptable to run the ANCOVA.
Another assumption which is required to be checked before
running ANCOVA is the homogeneity of variance. To make sure that
scores had similar variances across both groups Levene's test of
equality of variance was run. Levene's test of equality of error
variance checks the assumption that each dependent variable has
similar variances for all groups (all cells in the factor designmatrix).
The result of the Levene's test for homogeneity of variance is re-
ported in Table 4.
Levene tests the null hypothesis that the error variance of the
dependent variable is equal across groups. As Table 4 presented, the
Levene's statistics was .807. Thus, the variance was equal and there
was no signiﬁcant difference between the variance of groups. In
this case the assumption was not violated because our Sig. value is
larger than the cut-off of .05.
The next assumption concerns the homogeneity of regression
slopes i.e., there should be no interaction between the covariate
and the treatment. In order to meet this assumption, an ANCOVA
was conducted to see whether there was a signiﬁcant interaction
between the treatment and pretest scores. The results are reported
in Table 5.
As Table 5 displayed, there was not a signiﬁcant interaction
between the treatment and pretest scores F (1, 120) ¼ 59.018,
p ¼ .981. This indicated that there was not a signiﬁcant difference
between the two groups in terms of vocabulary knowledge before
the treatment was conducted. Consequently, the assumption of
homogeneity of regression slopes was not violated. This supported
the earlier conclusion gained from an inspection of the scatterplots
for each group.
The ﬁnal assumption was the reliability of the covariate (i.e., the
pretest scores). This assumption was met since the reliability of
pretest scores was found to be high. In order to investigate the
internal consistency of the vocabulary test Cronbach's coefﬁcient
alpha was calculated for all items of this test.
All in all, none of the assumptions were violated and it was safe
to conduct the ANCOVA. Given that gender was the moderator
variable (as mentioned in the second research question), a two-way
ANCOVA was carried out on the dependent variable in order to
determine for which groups differences reached signiﬁcance. This
section reports the results related to the ﬁrst research question and
ﬁndings with regard to the effect of gender will be dealt with in the
next section.
As noted before, Table 1 showed that the mean score of the
posttests for the visualization group (m ¼ 22.28) was larger than
the mean score of the posttests for the verbalization group
(m ¼ 17.04). But it is not clear to what extent this difference is due
to the variation in the pretest scores. Therefore, the adjusted vo-
cabulary posttest scores with respect to visualization and verbal-
ization groups are reported in Table 6. Moreover, the results of the
ANCOVA are stated in Table 7.
Table 6 indicated that the adjusted mean of posttest scores was
greater in the visualization group (m ¼ 21.958) than in verbal-
ization group (m¼ 17.358). But the signiﬁcance of these differences
Fig. 2. Distribution of the vocabulary scores in visualization and verbalization groups.
Table 4
Levene's test of equality of error variances.a
F df1 df2 Sig.
.060 1 118 .807
Tests the null hypothesis that the error variance of the dependent variable is equal
across groups.
a Design: Intercept þ Pretest þ Group.
Table 5
ANCOVA on vocabulary scores for the interaction effect.
Source Type III sum of squares df Mean square F Sig.
Corrected model 1517.655a 2 758.827 59.018 .000
Intercept 1103.517 1 1103.517 85.826 .203
Group * pretest 1517.655 2 758.827 59.018 .981
Error 1504.337 117 12.858
Total 49396.000 120
Corrected total 3021.992 119
Table 6
Descriptive statistics for adjusted vocabulary posttests.
Group Mean Std. error 95% conﬁdence interval
Lower bound Upper bound
Visualization 21.958a .428 21.111 22.806
Verbalization 17.358a .428 16.511 18.206
a Covariates appearing in the model are evaluated at the following values:
Pretest ¼ 14.02.
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if there was a signiﬁcant difference between the posttest scores
while pretest scores were held constant (see Table 7).
The results of the ANCOVA, illustrated in Table 7, showed that
after adjusting for pretest scores, therewas a statistically signiﬁcant
difference between the two groups regarding the vocabularyscores, F ¼ 57.49, p ¼ .000. These results indicated that, as far as L2
vocabulary knowledge was concerned, learners in the visualization
group signiﬁcantly outperformed those in the verbalization group.
All in all, based on these ﬁndings, deductions could bemade that
visualization resulted in better vocabulary learning than did the
verbalization approach. Therefore, the ﬁrst hypothesis predicting
that there is not any signiﬁcant difference between visualization
and verbalization in improving the vocabulary learning of Iranian
high school EFL learners was rejected.3.2. The effect of gender on L2 vocabulary knowledge
The second research question tried to investigate if EFL learners'
gender made any signiﬁcant difference in their success in vocabu-
lary learning through the visualization and verbalization tech-
niques. Subsequently, the following analyses were made in reply to
this question.
In order to test the second hypothesis, the results of the two-
way ANCOVA, presented in Table 7 in the previous section, will
be used. At ﬁrst the descriptive data of male and female learners in
the two experimental groups are displayed in Table 8. Afterwards,
adjusted posttests are presented in Table 9.
As shown in Table 8, female learners' pretest mean score was
slightly higher in the visualization group. Similarly, male learners'
pretest mean score was somewhat larger in the visualization group
(m ¼ 14.25) than in the verbalization group (m ¼ 13.48). However,
within each group, mean scores are to some extent equal for male
and female learners. With regard to the posttest scores, both male
and female learners in the visualization group outperformed their
counterparts in the verbalization group (see Fig. 3). Moreover, girls
gained higher mean scores in both groups.
Though, it was not clear to what extent these differences were
because of the pre-existing variations in the pretest scores.
Consequently, adjusted means of posttests should also be consid-
ered (see Table 9).
Table 7
Tow-way ANCOVA of the vocabulary scores.
Source Type III sum of squares df Mean square F Sig. Partial Eta squared
Corrected model 1766.748a 4 441.687 40.465 .000 .585
Intercept 1247.284 1 1247.284 114.271 .214 .198
Pretest 912.039 1 912.039 83.557 .000 .421
Gender 21.673 1 21.673 1.986 .162 .017
Group 627.543 1 627.543 57.493 .000 .333
Gender * group .648 1 .648 .059 .808 .001
Error 1255.244 115 10.915
Total 49396.000 120
Corrected total 3021.992 119
a R Squared ¼ .585 (Adjusted R Squared ¼ .570).
Table 8
Descriptive statistics of male and female learners' scores.
Total N Mean Standard deviation
Pretest Visualization Female 30 14.80 3.51
Male 30 14.25 4.24
Verbalization Female 30 13.57 4.83
Male 30 13.48 5.06
Posttest Visualization Female 30 22.80 3.36
Male 30 21.75 3.15
Verbalization Female 30 17.57 4.00
Male 30 16.52 6.13
Table 9
Descriptive statistics of male and female learners' adjusted posttests.
Gender Group Mean Std. error 95% conﬁdence interval
Lower bound Upper bound
Female Visualization 22.312a .606 21.112 23.511
Verbalization 17.855a .604 16.659 19.052
Male Visualization 21.608a .603 20.413 22.803
Verbalization 16.858a .604 15.661 18.055
a Covariates appearing in the model are evaluated at the following values:
Pretest ¼ 14.02.
Fig. 3. Male and female learners' posttest scores.
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adjusted posttest mean score for the female learners' was slightly
higher (m ¼ 22.31) than that of male students (m ¼ 21.61). Like-
wise, in the verbalization group, girls' adjusted posttest mean score
(m ¼ 17.85) was larger than boys' mean score (m ¼ 16.86). But the
signiﬁcance of these differences needed to be checked using the
results of two-way ANCOVA presented in Table 7.
The results of the ANCOVA, illustrated in Table 7, showed that
therewas a not any statistically signiﬁcant difference betweenmale
and female learners regarding the vocabulary scores, F ¼ 1.986,
P ¼ .162, partial eta squared ¼ .017. Moreover, Table 7 revealed that
there was no interaction between the treatments and gender,F ¼ .059, P ¼ .808, partial eta squared ¼ .001.
These results indicated that gender did not play a role in
improving learners L2 vocabulary knowledge after implementing
the visualization or verbalization techniques. Consequently, hy-
pothesis 2 stating there is not any signiﬁcant difference between
male and female Iranian high school EFL learners' vocabulary
learning through visualization and verbalization is conﬁrmed.4. Discussion of the ﬁndings
4.1. Difference between the effects of visualization and
verbalization
The ﬁrst research question addressed difference between visu-
alization and verbalization techniques in improving learners' L2
vocabulary knowledge. Results with regard to the effect of each
treatment separately indicated that both techniques (i.e., visuali-
zation and verbalization) led to improvement in EFL learners' L2
vocabulary knowledge. The ﬁndings mentioned above were ex-
pected since they conﬁrm themajor claim of this research that each
of these techniques is quite successful for improving learners' vo-
cabulary knowledge.
In addition, comparing the results of the two treatments
revealed that visualization resulted in better vocabulary learning
than did the verbalization approach. One reason of this may be the
attractiveness of visualization for learners. It was more interesting
for learners to be taught through pictures and visualization than
the common verbalization method in which the teacher only wrote
the vocabularies on the board and asked students to repeat it a few
times.
Another explanation might be that pictures which were shown
by the teacher in the classroom had a more enduring effect on the
learners. In the visualization group, the teacher wrote the vocab-
ularies on the board and asked students guess their meanings.
Then, he presented some pictures whose themes referred to real
meaning of vocabularies. In fact pictures were used as those kinds
of visual materials that helped learners to develop and sustain
motivation and create positive attitudes towards learning new
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Moreover, the students were asked to role play some of the
words and it was also possible to watch a related animation or
movie including the vocabularies introduced. Therefore, another
reason for the obtained results might be related to the imple-
mentation of these visual materials which attracted the students'
attention and deepened their understanding of new vocabularies.
Learners could associate the new words with the pictures or the
video and simply remember the meaning of the words. This is
aligned with Paivio's (1986) dual-coding theory which claims that
teaching through two channels of verbal and nonverbal would
reinforce pupils' learning of words. In this study, such dual pre-
sentation was not available in the verbalization group but it was
well established in the visualization group.
According to Nagy and Scott (2000), vocabulary learning is
multidimensional and includes various types of knowledge. It may
be that learners in the verbalization group had difﬁculty in un-
derstanding the verbal deﬁnitions of the new vocabularies. On the
contrary, using multiple means (i.e., pictures, movies, and role
plays) in the visualization group provided the extra information
which was required for the students to acquire the new vocabulary.
The ﬁndings related to the positive effect of visualization in the
present study are in line with those of previous studies (e.g.
Carpenter and Olson, 2012; Elsy and Novita, 2013; Hashemi and
Pourgharib, 2013; Joklova, 2009; Marzuki, 2015) who have come
to the point that students' L2 vocabulary knowledge would
improve when they receive vocabulary instruction through
visualization.
Carpenter and Olson (2012) explored the effect of teaching new
words in a foreign language through pictures. Their results indi-
cated that pictures can facilitate learning of foreign language vo-
cabulary. In another study, Elsy and Novita (2013) tried to
investigate the effect of picture media on vocabulary achievement
of third grade students in Bengkayang. They found that the vo-
cabulary knowledge of the students was inﬂuenced signiﬁcantly via
teaching and learning through pictures technique.
In an Iranian context, Hashemi and Pourgharib (2013) investi-
gated the effect of using pictures in teaching vocabulary. Their re-
sults showed that pictures attracted the students and led to better
learning. In addition, they concluded that when students associate
a new vocabulary with a picture, it would become easy for them to
remember the meaning of the words.
In another related study, Hill (1990) stated that pictures are one
of the valuable aids which bring “images of reality into the un-
natural world of the language classroom” (p. 1). In a classroom
action research, Marzuki (2015) examined whether pictures media
could improve the students' vocabulary mastery. The result of this
research showed that the pictures media were useful and effective
to improve students' vocabulary mastery.
All in all, the contribution of the current study from the obtained
ﬁndings regarding the ﬁrst research question is that visualization is
an effective and suitable technique to be used for Iranian high
school EFL students to learn new English vocabulary.
4.2. The effect of gender on L2 vocabulary knowledge
The second research question attempted to examine if gender
made any signiﬁcant difference in learners' success in vocabulary
learning through the visualization and verbalization techniques.
Therefore, the second null hypothesis was formulated to answer
this question. Results demonstrated that there was not any signif-
icant difference between male and female Iranian high school EFL
learners' vocabulary learning in any of the visualization and ver-
balization groups. Thus, the second hypothesis was conﬁrmed.
One issue which can account for a lack of signiﬁcant genderdifferences might be the identical teaching methods and materials,
the formal context of language education in Iran, and the age and
language level of the EFL learners in this study. The participants of
the current study were a homogeneous sample of students with
respect to their individual characteristics and their learning context
(i.e., all of them were Iranian EFL learners). This ﬁnding supports
the idea mentioned by Sunderland (2010) who asserts that in the
contexts where language education is simply treated as another
school subject and there are not any noticeable identity matters, no
gender differences are present.
Similar results have also been found by other studies (e.g., Llach
and Gallego, 2012; Agustin Llach, 2010; Jimenez and Terrazas,
2008) which report that gender did not have any effects on
several L2 vocabulary related issues. However, the results of the
present study were not in congruence with some other research
(e.g., Fontecha, 2010; Jimenez and Ojeda, 2009; Lynn et al., 2005;
Jimenez and Moreno, 2004; Gu, 2002; Edelenbos and Vinje,
2000; Meara and Fitzpatrick, 2000; Boyle, 1987; Scarcella and
Zimmerman, 1998) which came to the point that students' L2 vo-
cabulary knowledge would be affected by their gender.
Meanwhile, the results found by Llach and Gallego (2012)
regarding gender differences in a large sample size study
revealed very slight and generally non-signiﬁcant differences
among males and females across grades in the context of Spanish
primary education with respect to their receptive vocabulary
knowledge. In a similar context, Agustin Llach (2010) investigated
‘lexical creations’ in the work of 298 Spanish intermediate learners
of EFL. Classifying these into interlingual (from the L1) and intra-
lingual (from the L2), they found no gender differences. Jimenez
and Terrazas (2008) investigated the vocabulary knowledge of
students learning English by using a vocabulary levels test and
found no difference between girls and boys.
Two studies done by Boyle (1987) and Scarcella and Zimmerman
(1998) determined that men performed signiﬁcantly better than
women on vocabulary tests. Similarly, in foreign language contexts,
Lynn et al. (2005), and Edelenbos and Vinje (2000) found that
males are superior to females in L2 vocabulary learning.
On the contrary, there are some other studies which found that
women performed better than men on vocabulary tests. Meara and
Fitzpatrick (2000) and Jimenez and Moreno (2004) depicted that
female learners outperformed male learners as far as productive
vocabulary was concerned. Gu (2002) conducted a large-scale
survey amongst a group of adult Chinese EFL learners on their
vocabulary learning strategies. Female students signiﬁcantly out-
performed their male counterparts in both a vocabulary size test
and a general proﬁciency test. Females also reported signiﬁcantly
more use of almost all vocabulary learning strategies that were
found to be correlated with success in EFL learning.
In a similar vein, Jimenez and Ojeda (2009) asserted that girls
produced signiﬁcantly higher number of words while answering a
lexical availability test. In addition, Fontecha (2010) examined the
gender and motivation in EFL vocabulary production of secondary
students of EFL and found the superiority of girls over boys.
It should be noted that research results have been relatively
consistent in terms of female dominance of learning outcomes but
not so consistent in terms of female students' better vocabulary
learning (Gu, 2002). This discrepancy can be explained because the
knowledge of vocabulary is not the only predictors of success.
Moreover, it is often the ﬂexibility of vocabulary use, not the
number of new words learners choose, nor the frequency with
which vocabularies are used, that determines learning outcomes
(Cohen, 1998).
As can be seen previous research on vocabulary choice and
acquisition from varied perspectives has shown that gender dif-
ferences in EFL are relevant. However, studies in the area of L2
R. Ghaedi, M. Shahrokhi / Ampersand 3 (2016) 32e42 41vocabulary development concerning gender have either revealed
indeﬁnite results or have been scarce, especially in the context of
foreign language education. Although, this study attempts to
compensate for this paucity, results indicated that there was not
any signiﬁcant difference between male and female Iranian high
school EFL learners' vocabulary learning in any of the groups. It
should be noted that apart from biological and cognitive explana-
tions, variables such as the type of test used to measure the vo-
cabulary knowledge, the proﬁciency level, and the motivation and
attitudes of the learners towards English and some other extra-
neous variables may have inﬂuenced the results of this study.
Therefore, future research is still needed with regard to this issue.
5. Conclusions
As a result of the data analysis and the discussion of the ﬁndings,
a number of conclusions can be drawn.
With regard to the effects of visualization and verbalization on
learners' L2 vocabulary improvement, it can be concluded that both
methods led to the development of L2 vocabulary knowledge. In
addition, considering the difference between the effects of the two
approaches on learners' L2 vocabulary knowledge development,
deductions can be made that visualization would result in better
vocabulary learning than the verbalization approach. Therefore,
visualization offers advantages in teaching and learning English
vocabularies, especially for high school EFL learners.
Consequently, we can conclude that visualization helps the
students to understand the difﬁcult words easily by looking at the
pictures. The use of pictures make the vocabulary learning more
enjoyable and interesting because they can remember the meaning
of the difﬁcult words by association and without asking another
person or looking them up in the dictionary. In addition, we found
that visualization technique can make the class more active and
alive and the use of pictures can attract the students' curiosity in
learning new vocabulary.
Comparing themale and female participants' performance on L2
vocabulary tests after visualization and verbalization treatments
led the researchers of the current study to conclude that there was
not any signiﬁcant difference between male and female Iranian
high school EFL learners' vocabulary learning through visualization
and verbalization. Thus, we testify that no differences exist be-
tween male and female in terms of their vocabulary, but this
ﬁnding does not mean that differences do not exist in other aspects,
such as written and spoken use of language as reported by previous
studies (e.g., Brownlow et al., 2003; Colley et al., 2004; Herring,
1993). Therefore, conclusions with respect to the effect of gender
should be treated with care.
6. Implications of the study
Drawing on ﬁndings and discussions of this study, there are
several pedagogical implications of teaching vocabulary by using
the two techniques examined in this study.
First, what was observed in this study was a type of instruction
(i.e., visualization) with high school learners that was different
from the conventional practicing type. Consequently, teaching ad-
ministrators and teachers trainers are recommended to explore the
possibility of familiarizing and equipping English teachers and
practitioners with the techniques of visualization for teaching new
materials, particularly, vocabulary items.
Second, there are implications both for the design and devel-
opment of tasks, and for their implementation in the classroom
context. One direction for teachers and practitioners would be to
investigate ways in which the design and implementation of vo-
cabulary learning tasks can push learners to more effective andpermanent vocabulary gains. As proved by the ﬁndings of the
current study visualization can help classroom learners to reach a
more impressive number of vocabularies, and one possibility is to
introduce such visualization through predesigned tasks by the
teacher or material developers.
Third, teachers should choose the technique and materials that
are appropriate with the students' needs and experiences so the
class atmosphere becomes enjoyable and interesting as recom-
mended by many experts (e.g., (Brown, 2001; Cheng and D€ornyei,
2007). This objective could be achieved by using visualization
which was operationalized as implementing pictures andmovies in
the current study. This way, the teacher can ﬁnd a creative and
active method to teach students.
Fourth, teachers should select vocabulary teaching materials
that contain information gap in order to motivate students to pay
more attention when they are in the classroom. According to
Krashen's (1982) ‘i þ1’ hypothesis, teachers can choose materials
that are slightly above the students' current English proﬁciency
level as so as to stimulate students to adopt more thinking to deal
with challenging English vocabularies. Moreover, students are
often unconscious about how they can actually utilize the visuali-
zation technique. It is the teachers' responsibility to make students
visualize the process of their own thinking while learning a new
vocabulary.
Finally, although teachers need to be aware of the gender dif-
ference in language learning, it is conﬁrmed in this study that there
is no difference between male and female learners as far as English
vocabulary learning is concerned. Therefore, teachers have to
ensure that by the end of the education period learners of both
genders have an equal command of English language. Thus, it
seems logical that teachers and schools follow the same approach
and use the same input materials with all learners disregarding
gender.
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